The adoption of the Millennium Declaration in 2000 by 189 memberstates of the United Nations defined a critical moment for global cooperation as leaders committed themselves to achieve eight specific development objectives known as the Millennium Development Goals (MDGs) by 2015. As the largest and arguably most ambitious initiative on the international development agenda, the MDGs have become the normative framework for human development, and the MDG language of goals and targets now shapes the global debate about how to define and measure development. Examination of the progress achieved thus far towards the MDGs pinpoints language at the very heart of major fault lines in the development process: those most often left behind are language minorities. Keeping the promise of the MDGs requires a new understanding of the critical role of language in human development. Because there can be no true development with linguistic development, only by putting language at the center of development can we close the gaps and meet key targets of the MDGs and other global agendas such as Education for All (EFA) and Education for Sustainable Development (ESD). This article issues an urgent call for linguists to make their voices heard.
Introduction
The adoption of the Millennium Declaration in 2000 by 189 member-states of the United Nations (UN) defined a critical moment for global cooperation at the dawn of the twenty-first century. The declaration gave birth to the set of eight specific development objectives known as the Millennium Development Goals (MDGs) shown in Figure 1 , to which leaders from both developed and developing countries committed themselves to achieve by 2015. My aim is to examine some of the key data relating to progress on the MDGs thus far in order to disentangle some of the complex linkages between language and the MDGs in the domains of education, poverty, health, gender, and the environment. My analysis will demonstrate that language is at the very heart of significant fault lines in the development process. In many countries ethnic and minority language groups make up a large proportion of the bottom 20% not benefiting from poverty reduction efforts. Because there can be no true development without linguistic development (Romaine 1990) , keeping the promise of the MDGs requires reconciling development with linguistic diversity. Multilingualism is essential in the interests of maintaining cultural diversity, creating inclusive knowledge societies-not only for meeting the MDGs but also for key targets of other global agendas like Education for All (EFA), and Education for Sustainable Development (ESD).
Recognizing that policy is "a complex social practice, an ongoing process of normative cultural production constituted by diverse actors across diverse social and institutional contexts" (Levinson & Sutton 2001: 1) , I will show how key actors like the UN, World Bank (WB), the International Monetary Fund (IMF), and numerous non-governmental organizations (NGOs) and donor agencies have propelled the MDGs to the top of the world agenda. As the largest and arguably most ambitious initiative on the international development scene, the MDG language of goals and targets now shapes the global debate about how to define and measure development. Indeed, the Human Development Report (UNDP 2006: v) regards the MDGs as the normative framework for human development (Romaine 2008a) .
Proceeding without a change in policy and practice, especially in the education sector, will increase the likelihood that linguistic minorities will constitute the majority of those still living in poverty in 2015. The neglect of language, more specifically failure to incorporate and endorse educational policy and planning supporting multilingualism, will make achieving sustainable and equitable development difficult, if not impossible. Language policy matters because the poorest groups in society tend to have least access to the dominant languages favored at school. Continuing educational policies discriminating against the languages of the marginalized poor severely comprises the power of basic education to improve their lives. It holds back economic growth, hampers democratic participation, and creates political instability by denying equal opportunities to acquire skills and capabilities needed for competing in the global marketplace. Starting from the premise that applied linguistics is "a specific, problem-oriented way of 'doing linguistics' related to the real-life world" (Knapp & Antos 2007: xi) , I believe that global agendas like the MDGs, EFA and ESD represent areas of critical concern to applied linguists. In discussing the varieties of social engagement open to academics concerned with poverty, Caney (2012) suggests that scholars may focus efforts not only on changing policies and/or behaviors of the powerful and affluent, but they may also try to shape the way in which issues bearing on poverty are framed. I end with an urgent call for action from all concerned with language policy and planning in education to make their voices heard to ensure that language matters in the global debate about poverty.
Analyzing progress toward the MDGs 2000-2010
The year 2010 marked a significant milestone for the MDGs, with the release of Keeping the promise (United Nations General Assembly 2010) and the gathering of the development community at the UN in New York in September for the Millennium Summit to review progress so far and to agree on strategies and actions for the next five years. Not surprisingly perhaps, Keeping the promise (ibid: 4) revealed "a mixed picture of shortfalls and successes." Poverty has been very much the centerpiece of the Millennium Development Project with its rallying slogan "We can end poverty by 2015". Although the global economic crisis of 2008-2009 has slowed progress, the world as a whole appeared to be still on track to meet the first MDG goal of reducing poverty by half. Even if the global poverty rate does fall to 15% by 2015, this still leaves around 920 million people living under the international poverty line (United Nations 2010: 6-7). Moreover, "without China, progress does not look very encouraging; in fact, the number of people living in extreme poverty actually went up between 1990 and 2005 by about 36 million" (United Nations General Assembly 2010: 4). All developing regions except sub-Saharan Africa, Western Asia and parts of Eastern Europe and Central Asia are expected to achieve the MDG target (United Nations 2010: 7). Because poverty negatively impacts health, education, welfare and the environment in various ways, continuing marginalization of the poor adversely affects the possibility of achieving the other MDGs. Keeping the promise of the MDGs requires a new understanding of the critical role of language in human development. Figure 2 represents my reconceptualization of the development process underpinning the MDGs with language as the focal point of a set of five interlinked themes subsumed within the circles labeled poverty, education, gender, health and the environment.
Consider, for instance, how MDG-1 and MDG-7 are tightly linked. The result of single-mindedly pushing global economic growth over the last decades with little attention to the environment has been environmental destruction with growth for some and increasing poverty for others. Much of China's growth, for example, has come from mining resources, which is environmentally unsustainable in the long term. MDG-7 of ensuring environmental sustainability is among the targets still presenting formidable challenges. The need for rapid economic growth in the poorest countries creates tension between reducing poverty and conserving the natural environment. Even as international consensus mounts around eradicating global poverty and conserving biodiversity as our era's two defining challenges, vulnerable populations who have contributed least to climate change are already feeling the most severe impacts (United Nations General Assembly 2010: 12). This is particularly true for indigenous peoples, who make up 15% of the world's poor and a third of the world's 900 million extremely poor rural people. Living on lands comprising 80% of the world's biodiversity, they speak around 60% of the world's 6,900 some languages (Nettle & Romaine 2000: ix) . Meanwhile, annual losses of plant and animal species are occurring at an estimated 1000 times greater than historic background rates (Millennium Ecosystem Assessment 2005) and linguists predict the disappearance of 60 to 90% of the world's languages within the next 100 years. The high overlap between regions of high biodiversity, high cultural-linguistic diversity and poverty means that the impact of these two parallel extinction crises threatening to reduce both biodiversity and linguistic diversity affects indigenous people disproportionately.
Most development experts readily acknowledge the centrality of education to the achievement of the MDGs. Indeed, a high-level roundtable convened at the MDG summit at the UN in September 2010 emphasized strong linkages between primary education, other components of basic education and the MDGs (The central role of education in the Millennium Development Goals 2010: 6). Recognizing that accelerating the education MDGs will lead directly to acceleration of many of the other MDGs, especially those concerning poverty reduction and health, the roundtable reiterated commitment to principles articulated in the Education for All (EFA) initiative agreed by 169 countries, various international organizations, donor Above all, however, the roundtable stressed that "a basic education of good quality is an essential human right and as such should be a priority for governments and donors" (ibid: 7). Unfortunately, education has not fared well in the competition for aid among development priorities; it has been stagnant for the last twenty years (Heyneman 2009 ). This has consequences to which I return in the next section.
Knowledge is power. In so far as education provides access to knowledge, it represents a site of struggle over societal distribution of wealth and power. Inequality of access and marginalization linked to group-based identities tied to language, gender, culture, race, and ethnicity are among the deepest fault lines in education. Language, however, is the pivot on which education and therefore on which all development depends. As long as education is delivered mainly in international languages at the expense of local vernaculars, education will reproduce rather than reduce inequality of access. Only by putting language at the center of development can we close the gaps.
Consider MDG-2 of achieving universal primary education. Enrolment in primary education has continued to rise, reaching 89% in the developing world, but the pace of progress is insufficient to ensure that by 2015 all girls and boys complete a full course of primary schooling. Around 69 million children of primary school age are not in school, with the worst shortfalls in Africa and South Asia. Enrolment in sub-Saharan Africa remains the lowest of all regions, despite increasing by 18% (from 58% to 76%) between 1999 and 2008. Failing to achieve universal education holds back economic growth. Almost half of the out-ofschool children (31 million) are in sub-Saharan Africa, and more than a quarter (18 million) are in Southern Asia. The educational gap between the richest and poorest households remains enormous; those in the poorest 20% are more than three times likely to be out of school than those in the richest 20% (United Nations 2010: 16-18) .
Language is key. Without it, the goal of education for all translates into schooling for some. The most linguistically diverse countries contain 72% of children out-of-school worldwide (Pinnock 2009: 9) . Moreover, within many countries ethnic and minority language groups make up a large proportion of the bottom 20% (i.e. the 20% of 17-22 year olds with the fewest years of education). In Nigeria, for instance, over half of the 'education poor' are Hausa speakers, who comprise one-fifth of the population. Kurdish speakers in Turkey have a 30% risk of having fewer than four years of schooling compared with less than 5% for Turkish speakers. In Mozambique Jaua speakers average only one year of education compared with five years for Portuguese speakers (UNESCO 2010: 149-150) .
MDG-2 and MDG-3 (promote gender equity and empower women) overlap; neither can be achieved in isolation. If all boys and girls were in primary school, there would also be gender equality in primary schooling (Easterly 2009: 30) . However, girls continue to be disproportionately marginalized, particularly in Sub-Saharan Africa, South Asia, East Asia and the Pacific, where 83% of all out-of school girls live. Almost 12 million girls in sub-Saharan Africa are expected never to enroll in school (UNESCO 2010: 60) . In developing regions overall, girls in the poorest 20% of households are 3.5 times more likely to be out of school than girls in the richest households and four times more likely to be out of school than boys from the richest households (United Nations 2010: 5). Nearly 3 4 of girls not in school belong to ethnic, religious, linguistic, or other minorities (Lewis & Lockheed 2006) . Older girls in general are more likely to be out of school than boys. Being poor, being female and living in a rural area compounds the educational disadvantage over a lifetime. Two-thirds of the illiterate are women (UNESCO 2010: 7).
Like MDG-2, MDG-3 says nothing about the role of language. Speaking a minority language compounds even further the marginalization of being a woman. In Nigeria, 97% of poor Hausa-speaking girls and over 90% of rural Hausa women between the ages of 17 to 22 have fewer than two years of education (ibid: 152, 167). In Turkey 43% of Kurdish-speaking girls from the poorest households have fewer than two years of education, while the national average is 6%. In Guatemala 62% of Spanish-speaking girls complete primary school compared to only 26% of girls who speak indigenous languages (Lewis & Lockheed 2006: 2) . In the Lao People's Democratic Republic Kho girls of Chinese and Tibetan ancestry have a literacy rate of 0.7% compared to that Lao boys, whose literacy rate is 84% (Nagata 2011: 2) . In the more developed world too similar gender disparities affect girls belonging to ethnolinguistic minorities. Among the Roma community, for example, the largest minority group in central and eastern Europe, only about 20% of children complete primary school compared to 90% of their non-Roma counterparts. The primary school enrolment rate for Roma girls is only 64%, compared to 96% for girls in non-Roma communities and 3/4 of Roma women do not complete primary education, compared with 1/5 of women from majority communities (UNICEF 2011: 16) .
Although there are many obstacles to female participation in education, mother tongue schooling can help to make education more inclusive and address the multiple disadvantages faced by girls and women belonging to linguistic minorities. Given the opportunity to learn in their home language, more female students enroll in school, develop stronger language and literacy skills, stay in school longer and achieve better results (Benson 2005) . Educating women and girls also has powerful repercussions for family and community well-being and development more generally, as recognized by the Organization for Economic Cooperation and Development (OECD), which recommends investing in girls and women as a "breakthrough strategy" for achieving all the MDGs (OECD 2010). Children born to educated mothers are more likely to be healthy and succeed in school as well as send their own children to school (Basic Education Coalition 2004: 8) . The 2005 target date for achieving gender equity in education has, however, long since passed, and as many as 70 countries will fall short of providing basic education by 2015 (Jones 2008) . No country has achieved sustained economic growth without achieving near universal primary education (Basic Education Coalition 2004: 2). A single year of primary school can increase wages earned later in life by 5-15% for boys and even more for girls. With a 10% average rate of return derived from another year of schooling, lost earnings over a lifetime are enormous, particularly in low and middle income countries (Psacharopoulos & Patrinos 2002: 2) . Out-of-school children, especially girls, are also more vulnerable to exploitation, abuse and HIV/AIDS.
These statistics confirm how inequalities of various kinds combine to exacerbate the risk of language minorities being left behind. The cost of being left behind is high indeed-as high as human life itself. HIV/AIDS has already had a profound influence on infant, child and adult mortality and life expectancy across Southern Africa. The same groups most marginalized by the education gap -namely, poor girls and women, especially those belonging to ethnic and linguistic minorities, and residing in rural areas, are also less likely to know how to prevent infection and spread of HIV. This knowledge is vital to MDG 6 to combat HIV/AIDS, malaria and other diseases. Less than one fifth of young women in developing countries claim such knowledge about HIV (United Nations 2010: 41-42). Disparities in knowledge about HIV prevention among young people aged 15 to 24 in sub-Saharan Africa are linked to gender, as well as household wealth and place of residence. In high-prevalence southern African countries, like Malawi, South Africa and Swaziland, HIV infection rates for girls and young women aged 15 to 24 are 1.8 times to 5.5 times the rates for men (UNESCO 2010: 184) . Seventy-five percent of HIV-positive 15-25 year-olds in sub-Saharan Africa are female. Life-saving knowledge must be delivered in a variety of oral and written formats in as many languages as possible to those who need it most.
Language is key to the empowerment of Africans, but some 90% of Africans "have no knowledge of the official language of their country even though it is presumed to be the vehicle of communication between the government and its citizens" (Mackey 1989: 5) . Africa as a whole is home to nearly a third (30.5%, N = 2,110) of the world's languages and a third of the world's poor surviving on less than $1 a day (the UN's criterion for absolute poverty). Development experts have referred to the increasing 'Africanization' of global poverty, but sub-Saharan Africa in particular with the highest incidence and depth of poverty is the part of the globe most left behind by development. Most of Africa's languages and its poor people are concentrated in six of the world's twenty most linguistically diverse countries (Chad, Democratic Republic of the Congo, Tanzania, Nigeria, Cameroon, and Sudan). Table 1 shows these six countries in relation to their HDI (Human Development Index) in 2011 (UNDP 2011) and the number of languages spoken (Lewis 2009 ). HDI is a composite indicator covering three dimensions of human welfare: income, education and health. HDI scores range overall from 1 (Norway) to 187 (Democratic Republic of the Congo) and the fifteen lowest ranking countries are all in Africa. While HDI scores have generally been rising (though at variable rates) across all developing regions, Sub-Saharan Africa remains the exception. Between 1995 and 2005, 18 countries, 12 of them in SubSaharan Africa, experienced HDI reversal, which means that just over one-third of Sub-Saharan Africa's population -240 million people -live in countries that have suffered an HDI reversal (UNDP 2005: 21) . This includes four of the siz most linguistically diverse countries: Cameroon, Democratic Republic of the Congo, Chad, and Tanzania. Although Nigeria's HDI ranking improved from 142 in 2010 to 129 in 2011, according to the Millennium Development Goals Report Card (2010: 6) , the proportion of the population living in extreme poverty has risen. With more than 8.2 million children out of school, more than any other country in the world, the Global Campaign for Education's report (2010: 7) names Nigeria as one of its "education hotspots". As the world's sixth largest oil producer, Nigeria is far from poor by African standards; it would cost less than 2% of the country's oil income to provide these children with an education. The dire state of affairs in Nigeria is underscored by Dollar and Pritchett's (1998: 102) verdict that almost nothing positive has happened in that country in the last three decades.
Africa's marginalization from development processes is perpetuated by its almost complete exclusion from knowledge creation and production; only 5% of languages used in higher education are African (Ouane & Glanz 2010: 5; 9) . Use of local languages is inseparable from participatory development. Local people will not own development until they can discuss it among themselves and with outsiders without the barrier of someone else's language (Robinson 1996) . With the highest proportion of people (87%) without access to mother tongue education, Africa is particularly disadvantaged (UNDP 2004: 34, Figure 2 .4). The average African adult has fewer than three years of schooling.
Why language matters
Although Africa illustrates well the cross-cutting effects of language on all the MDGs, namely, poverty, education, gender, health and the environment, disadvantages associated with language are found across the globe in both rich and poor nations alike. Poor school achievement of speakers of languages other than the official and national languages recognized for instructional purposes is well documented in virtually all nations (Corson 1990 , Tollefson 1995 . The groups most impacted by injustices in language policy and planning in education are women and girls, the poor, and those speaking languages not represented in formal structures (Corson 1993 ). Smits, Huisman & Kruijff (2008: 17-21) found differences in attendance and achievement for nearly all of the 26 developing countries they examined, but children belonging to linguistic groups more concentrated in rural areas had significantly higher levels of non-attendance, especially where no education was available in their home language. The presence of mother-tongue instruction led to a major reduction in non-participation of both younger (7-11) and older (12-16) children. Education systems in many of the world's poorest countries are feeling the aftershock of the financial crisis originating in the developed world. Meanwhile, aid commitment to education has been stagnating (UNESCO 2010: 228) . Although the world economy will eventually recover from the recession, this crisis is creating a lost generation of children in the world's poorest countries whose life chances have been irreparably damaged by failure to protect their right to education (ibid: 3). It is not enough just to have more children in school without paying attention to the quality of education they receive and what they manage to learn. Many children are failing to master basic literacy and numeracy skills, even when they complete a full cycle of primary education (UNESCO 2010 : 7, World Bank 2011 . Improving the quality of education, especially for girls and ethnic minorities is one of the six EFA goals set in Dakar in 2000 at the World Education Forum, but the statistics cited in the previous section illustrate deeply entrenched disadvantages for minorities, who often have lower literacy rates. Improving the literacy rate of 15-24 year olds is one of the indicators for monitoring progress toward MDG-2, but adult literacy remains one of the most neglected of the EFA goals (UNESCO 2010: 94) . Southern Asia (with 412 million adults unable to read and write) and sub-Saharan Africa (with 176 million) are home to 74% of the world's illiterate adults. The World Bank's funding of literacy shrank from 1.3% in 1996-2000 to .7% in -2010 (World Bank 2011 , leaving other donors to support this activity. Even when the bank does contribute to adult literacy, it assists adults under the age of 35 (Arnove 2012a: 74) . No country has ever achieved continuous and rapid economic growth without first having at least 40% of adults able to read and write. Countries that have raised literacy rates by 20% to 30% have seen increases in gross domestic product of 8% to 16% (Basic Education Coalition 2004: 2, 7)
The MDG-2 target of universal access to primary education is in line with the Convention on the Rights of the Child and the International Covenant on Economic, Social and Cultural Rights. However, both of these human rights instruments mandate that this education must also be free, compulsory and of a certain quality. Article 14 of the International Covenant on Economic, Social and Cultural Rights (ICESCR) additionally obliges states that are not providing free primary education to all to prioritize the achievement of that commitment within a reasonable number of years. Free primary schooling, however, still remains the exception rather than the rule (UNESCO 2010: 189), despite the fact that every single government in the world (except Somalia and the United States) has explicitly accepted this right by virtue of ratifying the Convention on the Rights of the Child.
The MDGs cannot affirm this right to education and the right to sustainable development in Africa or anywhere else without making language central. Full exercise of the right to education is dependent on the right to language (Romaine 2008b) . We have known for a long time that language is both a right and means of development. The issue of language in education has rightly been central to UNESCO's (United Nations Educational, Scientific and Cultural Organization) mandate. UNESCO's (1953: 6) statement regarding the use of vernacular languages recognizes this fundamental principle when it stresses that "every child of school age should attend school and . . . every illiterate should be made literate. We take it as axiomatic, too, that the best medium for teaching is the mother tongue of the pupil . . . all languages . . . are capable of becoming media of school teaching." As the lead agency coordinating two global UN education initiatives, UNESCO is responsible for promoting EFA and the Decade of Education for Sustainable Development (2005 Development ( -2014 . Education for Sustainable Development (ESD) is an emerging, innovative field supporting stakeholders of all kinds from governments, NGOs, academia and civil society to learn about and take action on a wide range of sustainability issues impacting the environment, society, economy, and culture. Together ESD and EFA contribute to the MDG agenda (Wade & Parker 2008) .
Keeping the promise (United Nations General Assembly 2010: 20-21) mentions education as one of the MDGs requiring specific acceleration efforts, noting that "inequalities across income, gender and geographical, linguistic and ethnic lines should be addressed when allocating resources." The report calls for targeted measures to be put in place "to attract children from poor households, rural areas or minority ethnic groups to school", and for "enhanced pedagogical support and learner-relevant curricula, educational materials and languages of instruction". Although the report stresses remarkable progress towards the goal of achieving universal primary education in developing countries since 2000, it reiterates that international human rights instruments must "continue to provide the foundation for engagement, in particular the key human rights principles of non-discrimination, meaningful participation and accountability" (ibid: 28). Nevertheless, national policies remain radically out of line with the realities of multilingualism as an issue affecting all countries and are thus at odds with a rights-based approach as well as at odds with a substantial body of research establishing the value of strong support of learners' mother tongues and high levels of bilingualism for learning (Dutcher 2004 , Ball 2011 . Mother tonguebased multilingual education relying on learners' first languages to build solid bridges for learning additional languages of wider communication can break perpetuating cycles of marginalization, missed opportunities, and discrimination. UNESCO (2003) recently reaffirmed its commitment to mother tongue education in a position paper on education in a multilingual world and in partnership with UNICEF advocated a rights-based approach sensitive to the identities, cultures and languages of minorities (UNESCO/UNICEF 2011). Unfortunately, UNESCO's recommendations did not lead to any widespread implementation of vernacular literacy programs, or to any adoption and development of vernacular languages as media of education. The majority of countries still function as monolingual in recognizing either de facto or de jure only one language for use in education. Only a quarter of all nations recognize more than one language (Edwards 2007: 44) A predominantly multilingual world with some degree of multilingualism in practically every nation, whether officially recognized or not, requires multilingual/multicultural policy and planning to guarantee members of different language groups right of access to and participation in national affairs without discrimination. When a multilingual country uses one or more languages to the exclusion of others, it is making a distinction based on language. The state's decision benefits those for whom the chosen language(s) is a primary language, to the detriment or disadvantage of others who either have no or lower proficiency and are denied the benefit of using and identifying with their primary language (Romaine 2007) . Although encouraging developments are taking place in some countries, in most parts of the world schooling is still virtually synonymous with learning a second language. Education for minorities in many parts of the world still operates in ways that contradict best practices, with fewer than 10% of the world's languages used in education (Skutnabb-Kangas 2000) . In India, for example, apart from English and the twenty-two constitutionally recognized official languages, very few of the other 422 languages are used at school, either as languages of teaching or as subjects. The number of languages in Indian schools has declined to nearly half (from 81 to 41) of what it was in 1970. English has replaced Hindi as the most pervasively used language in schools. Higher education and technical education are almost exclusively in English (Mohanty 2010: 138, 144) . Meanwhile, half of grade 5 school children in India are unable to read a grade 2 level text (Pratham India Education Initiative 2009: 9).
Meanwhile, as countries around the world still struggle with the goal of achieving education for all, a massive global shift to English as the medium of education is underway as a key part of the educational strategy aimed at improving national proficiency in English in order to increase competitiveness in the global economy. As more and more people adopt a dominant standard at the expense of alternative ones, choices tend to narrow over time. A global standard that has become dominant threatens to eliminate local and less powerful ones (Grewal 2008) . Too often people are either forced or pressured to give up their languages instead of being allowed to continue to develop them. The disappearance of many minority languages is a consequence of gaining access to a global network because all networks have standards embedded in them. As English becomes an essential basic skill, success in other areas of the curriculum becomes dependent on success in English. Where access to English is unequal, the gap between rich and poor will widen. A fast shift to English-medium education for an increasing number of young learners without appropriate teaching and support of mother tongues causes educational failure. In 2003, for example, the Malaysian government switched the teaching of science and math to Englishmedium after having spent four decades putting considerable financial resources into modernizing Malay. Six years later, in July 2009, the government decided to reverse the policy out of concern that children's learning had suffered. The education minister, Tan Sri Muhyiddin Yassin, admitted that only 10% of primary teachers were sufficiently proficient in English when the policy was introduced.
As noted earlier, aid to education has suffered in a variety of ways. International support for education depends more generally on the total amount of aid and how much is allocated to the education sector. In fact, only five countries (Denmark, Luxembourg, the Netherlands, Norway and Sweden) exceeded or met the UN target of .7% of gross national income in 2009 (United Nations 2010: 67). Japan and the United States are among the least generous donors (UNESCO 2010: 221) . Ever since it was established in 2002 as the ideal instrument for improving donor co-ordination, the so-called Fast Track Initiative (FTI) has failed to mobilize the intended level of funding. Although FTI has a few strong supporters, with Ireland, the Netherlands, Spain and the United Kingdom all giving well above their fair share of contributions, Canada, New Zealand and the United States are at the bottom, with none having recently contributed anything to FTI pooled funding (Global Campaign for Education 2010: 14-15). Many donors still use aid to education as a tool to meet their own national objectives while failing to allocate monies to the countries in most urgent need (Dollar & Pritchett 1998: 42) . Over 50% of aid to basic education from the US, Belgium, Germany, Portugal and France is spent on technical assistance rather than on schools, teachers, and books. France gives just over half (52%) of its $131.9 million aid for basic education in sub-Saharan Africa to Mayotte, one of four islands comprising the Comoros archipelago. With every child in Mayotte receiving $1099, while other children in sub-Saharan Africa receive only $.53, French assistance supports France's strategic, geopolitical, national self-interest in the region by bypassing the poorest in favor of providing money to a middle-income country that voted in 2009 to become France's fifth overseas department (Global Campaign for Education 2010: 14-15). Meanwhile, Africa faces the greatest projected shortfall in aid (UNESCO 2010: 221) .
Despite well established connections between education and economic growth, Jones (2008: 38) contends that "the focus on the MDGs and basic education has side-lined educational aid, as it has been increasingly seen as a marginal concern in the broad assault against poverty and the promotion of economic growth and development.'' In addition, as the MDGs have rapidly risen to pre-eminence as the "only game in town", MDG-8 of developing a global partnership for development has become what Heyneman (2009) calls a "restrictive ideology". That is, efforts have been concentrated specifically on the often rather narrow MDG targets and indicators, so that potential donors who might have been interested in funding other projects are deterred from investing for fear of having their efforts deemed off-target. Heyneman (2009: 4-5) argues that there has been a dysfunctional consensus among donor agencies to rally around basic education and EFA, with the effect that other priorities within the education sector have been sidelined. Not only does donor coordination sap choice and competition from the assessment of intra-sectoral priorities, it also leaves receiving countries more vulnerable and more powerless than before. Monopoly of basic education over sector priorities has also meant that in areas of the world where enrollment in basic education has been attained, such as Eastern Europe and the former Soviet Union, East Asia and many parts of Latin America and the Middle East, foreign aid to education has all but disappeared. In fact, Heyneman contends that no agency has been sufficiently courageous to deviate from the dominant agenda, with the result that there has been no effort toward developing a balanced educational sector development policy.
Moreover, the almost complete neglect of language issues, even within the context of EFA, has prevented the international community from making changes that would lead to real progress instead of repledging it itself to the same goals, merely moving the target ahead from the year 2000 to 2015 (Dutcher 2004: 8) . The connection between language and education is still little understood outside expert circles and the links between development and language use are largely ignored and absent from key national or international policy documents. In many cases the effect of language on social exclusion is obscured because school participation and achievement rates are not disaggregated by gender and ethnic/ linguistic group membership. There is an urgent need for countries and donors to earmark funds supporting mother tongue-based multilingual schooling and to incorporate language indicators (e.g. percent of children receiving education through their mother tongue) into national and international benchmarks for school quality, access and education outcomes.
Most economists working in education do not take account of the relationship between language and learning and have not fully explored cost-related issues arising from use of different language models across education systems. Although at first glance it might seem easier and more cost-effective to immerse children as early as possible in the national and/or international languages they will eventually need for accessing wider opportunities and participating in national life beyond their communities, especially when school provides the only context for learning them, research shows otherwise. Using more of children's first language in school is likely to lead to more effective learning of additional languages and to reduced repetition and drop-out rates, resulting in significant cost savings to the country's education budget (Benson 2002 , Patrinos & Velez 2009 . Despite some examples of good practice and efforts on the part of intergovernmental organizations like UNESCO, UNICEF among others, as well as donors and development agencies to prioritize the issue of language of instruction (e.g. Save the Children (Pinnock 2009 ), Care International (Middelborg 2005) , SIL International (2008)), many consultants and NGOs working in developing countries are inadequately equipped to offer sound advice. In the absence of critical information concerning the potential impacts of different educational policies and choices upon children, community welfare and national development, popular myths about multilingualism being divisive, expensive, and detrimental to economic development prevail. Without realizing the consequences, education officials in most multilingual countries select monolingual models that offer only limited access to knowledge needed for academic success and building capacity for lifelong learning. Excluding large portions of the population from their right to a quality education can delay economic growth and perpetuate conflict and political instability.
Keeping the promise: Reconciling development and linguistic diversity
Many deadlines have come and gone. With only two years left until 2015, now is the time to spur greater efforts, especially towards MDG targets still presenting formidable challenges: ensuring environmental sustainability, reducing poverty, and providing universal access to quality education. I have argued that the welfare of the poor, conservation of biodiversity, cultural-linguistic diversity, and sustainable development are inextricably linked. This means that keeping the promise of the MDGs requires reconciling development with linguistic diversity. Limited recognition of the role language plays as an intervening variable in the development process severely compromises the power of education to improve the lives of millions of rural poor whose languages are excluded from school. I have shown how failure to consider language impacts all the MDGs, as well as the goals of related agendas like EFA, ESD, and UNESCO's two global priorities: Africa and gender equality. Indeed, the whole development enterprise depends on language because language plays a major role in facilitating or hindering the construction of a pluralist society in which it is possible to achieve equality without having to obliterate social, linguistic and cultural difference. Above all, however, achieving MDG-8 of developing a global partnership for development means moving beyond the prevailing restrictive ideology to embrace a new vision of development grounded in a firm commitment to genuine cultural and linguistic pluralism. In considering the ways in which academics might contribute to combating global poverty, Caney (2012) underlines the need for interdisciplinarity, integrative analysis and for constructing coalitions among people with different ethical frameworks. Applied linguists need to form strategic alliances with scholars across a range of disciplines, but they also need to reach out to policy makers and funders like the World Bank, the biggest international donor to education, to convince them that money spent on multilingual education is a wise investment for promoting long-term sustainable development. As Arnove (2012b: vii) reminds us, however, the bank is not only a financial institution, but a prime actor whose vast resources determine the architecture and workings of the global political economy. Most of its funding comes from the United States, which has been aggressively promoting a neoliberal economic agenda since the 1980s.
During the more than three decades that the World Bank has been the predominant institution for developing and enforcing global economic and education policy it has had many critics across a range of academic disciplines, including linguists like myself (Romaine 1990 (Romaine , 2008a and others (Mazrui 1997) , who have argued that its educational policies create and reinforce inequality. Although Brock-Utne (2001: 120) detected a shift in the bank's rhetoric concerning the value of mother tongue instruction, Jones (1997: 367) emphasized the need to scrutinize not only the bank's rhetoric but to examine the practices and projects it is prepared to support. The World Bank (2011) has just spearheaded a new education initiative and laid out its strategy for achieving "Learning for All: Investing in People's Knowledge and Skills to Promote Development" over the next decade. The rhetorical move towards 'learning' rather than 'education' for all is a signal of the bank's discursive realignment with yet a new restrictive ideology based on the so-called 'knowledge-based economy' (see, for instance, Fairclough & Wodak's 2008 analysis of this narrative in the European context). Indeed, the World Bank has rebranded itself as 'the knowledge bank'. Like previous World Bank education strategies, however, this latest one relies on discourses narrowly framed in market terms, which focus on improving the competitive position of a country in the global economy rather than on maximizing human development (Arnove 2012a: 74-76) .
The World Bank (2011: vii) acknowledges that meeting the "challenge of improving the quality of education and accelerating learning" will require "lowering the barriers that keep girls, people with disabilities, and ethnolinguistic minorities from attaining as much education as other population groups" (ibid: ix). One of the impact indicators it will use to assess progress is percent of countries reducing schooling or learning gaps for disadvantaged populations since 2010. Surprisingly, however, there is no mention of language or literacy policy or language of instruction. Indeed, Arnove (2012a: 74) , who was involved in the process of soliciting input to this most recent education strategy, regards the failure to mention language of instruction as the "most shocking and significant omission". In his view the narrow instrumental concept of education and language used by the World Bank and other international funders seriously limits the vision of education, its goals and purposes. Heyneman (2012) opines that the bank is not only out of touch with the world of education and development but that its insularity has also gotten worse. Linguists must add their voices to this rising tide of criticism of educational policies that remain out of synchrony with multilingual realities. Development cannot reach the most marginalized without speaking to them in their own languages.
